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Foreword: o
By Way of Introduction ... = - .

Q:How does an gducational consuitanc become an effective .

organé;agional development consultant? T

o

This book is designed to help:answer that question. It is -

directed toward individuals who feel at"home 1in the world of schools

and educational organizations, possess some of ‘the skills and artisfiy .

v -

)
of the ccnsultative process, and now want to acquire some key insights

» .

from the emerging field of organizatignal deveiopment (OD) .

The basic text of this book was developed-by Dr. Charles Jung,

who iaexecognized widely in both educational and organizational - -

development circles. He has condensed concepts and approaches from

a wide range of OD publications anﬁ presents these concepts in

various models and systems of behavior. To ensure that he had dealt

with the major areas of understanding adequately, Dr. Jung asked two

s e e e

4 ~
of us from the nonedudational OD field to review the text carefully

and to contribute our own impressions. (It has been an enriching _

experience for us to do so!) Our reflections appear at several

points in the book. .

; i t ! s W +
v . _l,j i1 - .
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q9rqéveraxl impression is that these pages present modals that
dv a thorough job of 1dent1fy1ng and categorizing some key dimensions
of organizational llfe, together ‘with systematic ways of analyzing
cne's own consulting behavior. The basic text should giver}oub

V' “the :cnsv‘tan* reader, a solid base of knouwledge for sorting through

-

sone very complex organizational problems and issues.
- The thoroughness and ccmpactness of the text may make 1t scem
heavy reading at times. (At least, we .found it that way.) Like
to be féallstic. So be. prepared Yo do some solid digging into
abstractions--and givé yourself-time to mull over the connections

v s
y - .
and implications. | d

It élso occurréd to us that the reader of this compéét book who
- wants to practice the art of ofganiz%tlonal consulting must avoid at
all cests the temptétlon to befﬂmﬁ overly booklsh in approaching
X ?ear organ:zatlrns,aﬁd individual clients. & mlnd set that is too
analytical can ¥lock out key data. ,A consultant whose mind is
domlnated by voc rigid a frame of refererice ma; have trouble under- o
utandlng the cllent § perspective. The person who ls,too -erlgued
and,lmpressed with a precise analytical scheme may become impé&lent\
with problems that do not come if neatly-arraenged packages. And

the ultimate dicsaster, of course, awaits the 'one who fbrces data

s

b -

into preséﬁocateénries.
- . When you are tempted to use ccnceptual models tco slavishly, we
suggest tha; you consider the wisdom of the ancient Persiqn proverb,
_"You canndt capture a river in a bucket." You can dip a bucket into
a river--but what you have in the bucket I; not Lhe'river-;it is only
water. . The dynamid is gone.... 1In the same way, yod can épply a
conceptual model to. a dynamic multldlqen51onal organization; but whgt
that model enables yoa to focus on is only an appioximatiog%of t&e
tot%l dynamic orgdnizational process. Equdllx important to hndex*
standing the organizaten ray be the currents of less categorizabl%
data and impressigns that swirl around you as you experience the
in a sense, we urge‘you, as a realistic practitioner of organig
zational consulting, to develop the habit of,altgrnately master ing=
) ) .
. xiv ,
© . .
EHQJ!:‘ - . 1“ N
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organlzatlons themselves, tﬁe models descrlblng them must be complex ~

people wnhe live in the system. * ..




SO ovitual too 1S and letting ge of them., It 1s imperative to

. . .
* -
4.0 TLt L. F us i afpeTts of an organization with precision and .
Treo Lell P X vidw Yhe onRtire oferatlon 1n perspective, to
PR RS MR T ;4':v§ 4aTa with an oper sand and then pause to assess ;
2T oatsvtLoaalv. It is the ebb and flow, Yan and Vang, that will
. .
Tr.f, r=thotrenrot2cgioand practical strength to your efforts.
ThoWar T Tt Ta13 J;L‘l:z'oach} 15 to intersperse your reading
LN o0k wignh o yperixds of reflection and application for yourself.
T osEamioe, Eelore vesding Chapters T oand 11, you nght close your
«.e_ U r 5 rew minates and 1magine a call you've received from the ,
o 4 ewezutove of an o« ducat 1onal system or organization with which

> M

fif Tere et It,we atd nealthy.  Hpow do I go about doang ie?" .
AT Lo Tana LT fnat exegutive awalting your reply, what

£ v wLid flow tnreuszh your mand?. . .What would you like to

T 1oy 3L intllillient response?l...Jot down those questicns--

oo bars wott. U0 L. Mgantimd, accept our best wishes as you venture

1T e et o exXoating, sometimes dull, but always complex

- . . . :
Wl Y oraarirzeritnal development,
Warr-o H., 2 _imo3e

*_.,______.__.__._____.__.
o
-

15 an Assistant Professor of Management at the

. i AR < r

. Traversaty of Santa Clara, Santa Clrarae, California. Warren H. Schmidt

N “urrerntly serves as Vasiting Professor of Public Administration, :
Tmiversity of Southern California. .
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Introgy{i:tion o ‘

- - L4
Thls book 1s concerned W1th/ways of understanding schools and
- helplng them become more effective organizations During the past
two decades, such helping efforts have come to be called organizational
development (OD). This book is aimed at increasing your understanding
of the growing field of organizational development as 1t applies to <
schools. As you will see, we believe that the world is changing in
° some .very fundamental ways. Schools play a critical role in the
directions ghese changes take. They may functioniaé organizations
facilitating or inhibiting human evolution. We believe you“may
confribute to determining which way things will g&.
] Tbis book was written originally to b§ used as part of an
; extensive training program. It represeﬁted the “"central ideas" for
a works p entitled Preparing Educational Training éonsultantsﬁ '
Organizat&onal Development (PETC-III). The last workshop in the
PETC series, it is also the final training experience in a sequence
; of eight workshops which individuals can experience over a period
‘f ‘of threeor four years, The materials, or instructional systeﬁs, ';
i for conducting these eight workshops have been developed primari’y

- by the Northwest Regional Educational Laboratory over a period of

nine years. e

EMC ;
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As a combination, tnis sequence of €ight training systems

has come to be Known as "PODS," which stands for Providing
Organizational Development Skills. This sequence provides, a basic

mimmuwh of experientialt learning for those who are interested in OD

. . -
with schools. 1In their recommended order, they include:
1. Irterperspnal Communications (IPC)
2. Research Utilizing Problem Solving (RUPS) ~ .

3. Preparing Educational Training Consultants:
Skills Training (PETC-I)

4. Interpersonal Influcnce (INF)
5. Social Conflict & Negotiative Problem Solving (SC&NPS)

6. Prepariny Educational Training Consultants:
Consulting (PETC-II)

R 7. System Approach for Education (SAFE)
8. @8repariny Educational Training Consultants:
Orqanizaéienal Development (PETC-IITX)
- r

This volume has been prepared with the assumption the readers

would have knowléhge and experience in the éreas~c6véred by the S
seven systems which are proposed as prerequisite tra;ﬁlng to PETC-TII.
Thése prerequisites may not be necessary for you to £1nd 1deas of
some worth to you. 1t 1s strongly suspected, ﬂowgyer, that they

may make a difference in the way you understand tgose ideds. In all
fairness, you should at least be warned that this book 1s w;gtten

in a context which includes a set of assumed prerequisites.

As in most fields, OD embraces a certain amount of jargon. 1In
this case, organizational development jargon has been mixed with
jargon from the field of education. Much of the jargon is meaningful,
for it represents special ways of thinking about things pequliar to
the fields of education as well as organizational development;. As
you read on, you may see that we believe the most special aspects
of these fwo fields 1s their developmental nature. Developmental ]
changes are not simply a matter of adding new ideas. They involve
new ways of thinking about i1deas. They involve changes in the way

we experience what 1s happening in our worlds.

t

*

A




The seguence of'trainlng originally designed by the Northwegt
. keglona.. Ed&catxonal Laboratory provides a combination of active
experiences ghich facilitate developmental change. As such, the
1ssue of simply reading this book out of context goes beyond the
questions of whether you have the assumed prerequlsltes . The ideas
presented arﬂameant to be explored, wrestled w1Fh, arguedr alteff9
and tried out as applied both tp the organizations vou work with -
and to your own profebeéaal development. This.process, is meaht to
occur in high trwst relationships which you huve created during the
prevf&us two or three Xears_of study and training. )
.Th&re are many things about organizational development not
covered 1n Eﬁ1s book. If you arc using it as vou eéperience the ¢
PETC-IIL training system, you will be Jntroduced‘té the growing ’
field of literature on OD. The PETC-1II training system, not this
volume, 1s intcnded as an introduction. We sought to avoid
covering everythlqg here. We hogg this volume provides arframework
for entering thc field and for keeping current with its unfolding

- theory and research. , - .
At the same time, the developmenta{ framewo.k o?féred 18 nQt
yet found in the OD literature. We‘have had conflicting advice from
OD experts about Jnclu51ons of such things as our model of organiza-
tional maturlty. Cne sucb expert thouyght 1t should be the focus
of-Ekveral yearb of research before being presented in thas formas.
aAnother belleved that the past twenty vears of xesearch in. the field
of 1industry contalns adequate findings to suppo*t our model. We
were most influenced by others who argueé that it should be shared,
not because 1t is or 1is not proven—&alld for educational organizations,
s but because it is provocative.. The prlmary'challenqe for the OD ,
consultant is not simply to know what is gencéally true. It is to
discover, in working with eath client system, what is uniquely true
for that client system. The model of maturity, along with all ideal

and suggestiions in this book, 1s meant to be considered only insofar,

as 1t may help thlS discovery process in the systems you work with.

e

Let us share further what we have included in tRis volume and \

a .

why. Chapter I shares our view of how individuals are currently

~

changing, how our society is changing, and implications for public

El{lC . ATEEE
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Out of this framework,

education. we feel it i1mportant to state

our value positien concerning chenge and improvement in edtcation.

. ‘

Chapter II ‘concerns organizations as sSystems, It presents-ideas of

how educational organizations are unigue kinds of systems as well as

'sugqgsts ways they may change and 1ssues currently faced by, many

schools. ¢

*

wWhereas Chapters I and IT suggest how things cend to occur in
educational organizations, Chapters ., III and IV suggest h;;;tneygian
be worked with in OD projects. Jhapter»III prdéposes a general
apéroach and highlights some_?speciall;rcritlcal 1ssues such as
dealing with organizational pathology, defining system boundaries,

creating entry. and changing structures and norms. Many other issues

=

are meant- to be explored through examining existing literature and )
s?arlng with otﬁers in the course of the training. Chapter IV repeats’
and expands some of the diagnostic and planning tools used earlier
in the whole_ training sequence. <

Chapter V focuses on your own professional growth as an organiza-
tional development consultant¢ The PETC-III tralniné system does
not just emphasize a focus on client sysiems. Considerable time is
devouted also to exploring what you, as an OD consultang, actually
know, s well as to what you arc able fo do in the consultant rple.

The book also contains a foréword and commertaries from two

OD professionals outside the field of education. Barry Z. Posner

and Warven H. Schmidt were willing to provide insights from their
OD experience with business and 1nduery-:;\€ﬁé United States and

I
other countries. Their commentaries <ome at -he end of Chapters II,

III and V.

A postscript tells a bit more abput thé training design of

PETC-TII. Tt also offers ébme.suggestions and cautions about

attempting to conduct such training. The two companion volumes to
T

this‘one, used during the eight-month training are entitled:

Preparing Educational Training Consultants:
Organizational Development (PETC-III) Instructional
Strategies. Pino, René and Ruth Emory. Portland,
Oregon: Northwest Regional Educat}onal Laboratgry,
Improving Teaching Competencies Program, 1976. LS
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Preparing Educaiional Training Consultants:

. Organizational Development (PETC-III) farticipant
Materials. Pino, René and Ruth Emory, Portiand,
Oregon: Northwest Regional Educational Laboratory,
Improving Teaching Competencies Program, 1976.

Finally, a bit needs to be said about the authorship of this
book. The contribﬁg}ons_@f a foreword and commentaries'by Posrter
and Schmidt are so designated. The rest represents the work and

' - ’ S

ideas of many. The term, "the authors of PETC-III," is used

N C
repeatedly and refers to the research and development team at the
Northwest Regional Eaucatlonal Laboratory. These indiwaduals n
created Preparing Educational Training Consultants: Organizational .
Development as a workshop training experience of which this bouk is
only a part. As individuals growing in a pluralistic world, we
never agreed on every particular. The book generally rebresents
our shared thinking as a research and development team. Memb%rs

of this team, along with others to whom we feel indebted, were noted

in the acknowledgments of this-volume. . . .
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_Chapter I T . .

N £
"..«for there is nothing either good or bad, but thinking makes

it so... ." How, then, do we evaluate our public system of education?

There is a challenge in.these'words that Shakespeare wrote for Hamlet

some 370 years ago-. "It is stsy enough to say what we desire. Too
L ,

often we leave unsaid why ou “thinkipﬁ'makes it so." -
%

The Meaning and Vulnerability gi

of Educational Evaluation

Let us use the definitign th
proposed (Stufflebeam, 1971)\ for

‘Stufflebeam and his colleague§
he process of educational evalaation.
That is, information is,applied to answer questions concernihg the .
context, inputs, processes and products of the educational system.

In the process of ev;luating, one must have an obje?tive assessment
of the way.things are, an operational definition of what is desired
"in accordance with what is possible, and an gperationally defined
theoretical model of how and why things do, and may, operate in the,
system. - ’

Edycational evaluation is most vulneraﬁle in its lack of

operatiohally defined theoretical models. Without such models, it

is difficult to determine what caused a change, or lack of change.

Y . 1
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Without them, therée, can be no accountability for negative side effects,

.nor reward Lor constructlge side effects. In education, they ;re

needed mo%t to struggle toward an answer to John Goodlad's gquestion,

"what kinds of human beings Jdo we wish to produce?" (Goodlad, 1968y
. Ccnsider rear ions to thel!ollowlng qltqat102§, should they

occur 1n your- own schqol dlstrlct

- All the teachers have gone on strlke. We might think this good
Ve

if we believe it nocessary‘\o correct an unjust 51tu§£10n which 1s

* malntalnﬁnq a low quality of instruction ir the schools. We might

- ‘think the situation bad if i;\ffre viewed as unfair demands of teachers

who are'unconcerned about tﬁ' welfare of thelr students.
The diftrict has adopted the new Zippy Da Readers for use by all

elementary students. We might think this good if we believe these
) cdrriculum materials can be usod'in a manner appropriate to "all" h
* the students. . But, if use of these materials inhibit. some from
e developing toward their potential as responsible, oontributing
. members of society, we might'feel great concern. (The term
"appropriate" will be defined a Littlo‘later in .this chapter.)
. The district is‘now using digital computers to manage course
selection and ;lacémont~of all higyh school students. We might think
this good'lf it means such schedulxng now costs the district less

. s and frees some staff from arduous bookkeeplng tasks. We might think

.lt had if we believe it forces some stiudents into learning eiperiences
3

that are poorly suited to their capabilities, nonrelevant and/or
blocking their movement toward morec advanced ways o% experiencing.
Seventh graders ‘demonstrate knowledge of 32 percent more facts
in the area of general science this year than last year. We might
think this good if we belleve achievement of such facts by seventh

graders is a valuable end in itself. We might think otherwise if we

svlience 1in order to achieve this increased level of achievement; 90
* percent of this increase 1s not retained three years later and 64

~ percent of the students become 51qn1L1cantl) more negatlve in their

attitude toward learning science than in the prev1ous year.

hc duvefbpers of currigulum and materials for training’ educators,

: we at the Northwest Regional Educational Laboratory (NWREL) feel

3 o
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strongly confronted by the need for operationally defined theoretlgal
" mddels. We need to ha.n aﬁ explicit value position against which we
can evalu;§e our work. The core of our response to this confronta-
}ion has emexrged as the following empirically supported theo;y of the
. Cevelopment of the social-psycholog:ical "self.” This theory may.be
observed in_an individual as well as in an analysis of current ?hange
and needs in society. While the following statements may not be
: completely adequate, they have progressed far enough to be presented

for cf¥itique, trial and contributions from others.

*  The Need for Improvements in Education

#ajor improvements are needed 1in the = catlén of young peoplex
for living in today's world. (Silbermaﬁ, 1970) Trgﬁztional school
methods and cgrrlculum content are centered mainly in the transmission
o .
° of lnfoﬁnatlon. Students are not provided with the knowledge, skills
aad atg1tu§es necessary to assist them to become responsible individ-
uals capable of living interdependently in a world of cuntinuous,
rapid changes. (Illich, 1971) .
Schools have Jenerally done well in méeting objectives which
center around cognitive learning for students with high intellectual *
ability and motivatian. They have no£ dom® well in meeting those
objectives which promote individual worth and dignity, self- * .
understanttings, maximum potential for indivitiual growth, perscnaliza-
tlén of education, and self-actuéllzatlon in the learning process.
(Holt, 1964) These latter kinds of cbjectives have seldom been
stated 1n precise terms; neverthele;s, they have been inferred in
virtually all generalized statements of educatlonal‘aimc. , .

The rapidity of change in our society has put & heavy burden

N
on individuals to be self-understanding, self-sufficient and inter-

dependent: It has also made it necessary for institutions tc¢ adaph

to new and unforeseen conditions. These two conditions demand new

.

and precise procedures for achicving more appropriate kinds of |,

learning for students and for assisting .nctitutions to adapt to

,new conditions. (Ward and Jung, 1968; Morphet, et al.. 1972)

E

"Apprepriateness” in what was taught, from the past orientatiocn o

of the limited emphasis on academic achievement, was considered . J N

A ]
. .
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prlmarlly\a matter of individualizing ﬁgarning experiences in terms ’

. >
of readinéss. 1In the current borader perspective, appropriatenes® = ™

must now also include personalizing learning exXperiences in terms Of
relevance a§% facilitation of the individual's social-psychological -
"self" Jdevelopment toward an orientation of personal initiative and

: social responsibility. ’ . .

. Today's Youth: Learning and 'th'e s
— Development of Self g -

While tn§‘¥g§5 of the schools is to pfovide learning experiences,
g the product of schools is change in the behavior of learnerxs. A
magor part of the need which our work at the Northwe:t Regional .r |
Educgﬁional Laboratory ls‘respondlng to is based on the tﬁéoregical
supposition that today's youth represents a potentially ddvancad
kind‘of learner. (Erikgon, 1970; Mean, 19{0; Menaker, 19§S; perry,
1970) The learning that schools need to provide must be-uéderstoog
in ghe context of this theoretical model of soc1al:psyéhological
development oif the self. - ) ~

1 .

“The act of learning'ls seen as a complex soclal-psychological

P

phenomenon. What is seen by the potential learner, how 1t is'seen,

«

how it 1s related tu other awarenesses, the contexts in which it is
remembered, and how it is appliedvbehaviorallé?wilf depend on the '

learner's perceptions of its relevance, its salience, and ‘upon .

¢ conditions of reinforcement. Relevance, salience and conditiong of .
- » K}
reinforcement: will depend upon the learner's self (which has develecped

S
out of interactions with others) and current perceptions of tihe .

PPy

relationships of the learner with others.” {(Jung, 1967b, page.7) : N

For human beings, it appears the conditions that determine wha? T
1s reinforcing, alter in fundamental ways as the iﬁdividhal moves
along a dimensior of social-psychological self-development.' An . .
operationzlly defined model of self-development appears to be essentiay
for defining a formal system of education that is open to evaluation,
what is good or bad as an educational outcome is a function of what
¢ .

- we understand people to be and what we hope they can become.

- .
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Sourcds of the Social-Psycholoyical Sef% Model
The form Sf the model is adapted from PEyry's report,'Rorms of
intellactual and Ethical Deveiopment in the Coliege Years. (Perry,
197 Etrwas conceived as presented ‘here by Charles Jung with major
contributions from Jean Butman, Barry Jentz, alan Pino, Chzistine
Efiwards, Robert Wittes and Robert Rosenberg Consultation on a
b;h@]du} retrieval by Pino and review by 'Jung was contributed .by
Max Gpodson. Critical reviewe'were contributed by Zohn Hough,
ROgLY Sguv Henry Brickell, Ronald Llppltt Eva Schindler-Rainman,
~Wilizam Perry and Lawrence Kohlberg

The work ‘of Piaget (1954}, of Perry (lq70) and of Kohlberg (1571)

7 are especially applicable. Research done on Piaget's stages of
~ognitive development and on Kchlberg's stages of moral development
wndzicate ;he vaildlty of the theoretical position presented here 1s
dalready establighed. Both Perry and Kohlberg have stated their
pelief that this is so. (Perry, 1972; Kohlberg, 1972)

E Kohrberg suggested that Loevinger's model of stages of "ego"
development .may already encompass enough. aspects of this model of
5elf-Qevelopmeht to make its presentation unneces§ary: although
ackncwledging that some careful study would be neeeed to determine)
1f thas Dossxbil1ty 1s true. (Kohlberg, 1972) However, Perry
Lelieved this model of self-development was a significantly different,
and hiahly valuable model which relates closely to the others.

{Perry, 1971} At this point, we conceive the development of the
soclal-psycholocical self in an individual as a product whach can
xesuIt.fram the individual's movements through stages of cognitive
and moral development. It represeats undérstanding of "who I am"
given one's tapabilities of cognizing and valuing. Conversely, this
selt-understanding provides guidelines for individuals to use in .
treir lives. It is, therefore, of special importance to tae educator
whose responsibility 1s to facilitate this experiencing and "making
" meaning” by the indavidual.

Lippitt, who worked with Piaget, suggests Fiaget's stages nf |
zognitive development are best understood as emergent from the
‘rianism’s heredatary potential, dependent upon appropriately timed
envaronmental exposires. He suggests Kohlberg's moral stages of

development, each of which de - ads on pricr achievement of the

13
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corresponding cognitive stage, are best understood as the result of
interactional confrontations. Again, these must occur within certain
limitations of timing in the life span of the individual. Lippitt
suggests this self-development model is best understood as individ-
g%al‘s movements, c?ncerning their understanding of who and what they
are, from hereditary emergence of awareness, through interactional
kinds of awareness, to a transactional kind of interdependence where
individuals accept their part 1in responsibility for their selves and
their influence 1n the wnrld. (Lippitt,_l972a)

Depending upon your familiarity with the work of these social
scigntists, you may find it of bartlcular interest to consider these
issues as you read the theory described here. One concept is
especially imporgant toc keep in mind: these developmental models are
not simply additive. That is;}you don't sirply add new iéeas and
viewpoints as you move from one phase to the next. It's not like
reading from one chapter in a book to another. Wwhat occurs in such
transitions is far more complex. These models are more analogous to
switching from reading a book to seeing a movie with stereophonic
sound. Or, perhaps a better analogv would be to be born blind and
receive ;ight at the age.of twenty. A new developmental phase
involves a new way of experienciﬁg which must be explored and
assimilated. This new way of experlencing tends to replace old ways.
What changes for people are the ways they have of "making meaning"

out of “heir experience.

Animal Self Phase I: Animal Self. In the first phase,

the homo sapien is an animal being with certain
genotypic needs and capacities. The "animal"

homo sapien learns in the same General process as

all animals. (biaget, 1970) Learning is an

operation occurring within the animal in which
associational bonds are formed between cognitive,
affective and/or motoric elements. (Hartmann, .
1951; Erikson, 1959b) We conceive the basic,
behaviorist formula (Hall and Lindzey, 1970) for

the animal learning process as:
Importance x Contiguity = Learning

14
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Importance is defined as change in the physio-
logical need/capacity state of the organism. .
‘Contiguity is defined as juxtaposition of
elements in time and space, or by virtue of
similarity, as perc;ived by the organism.
Conditions affecting the animal learning process

are primarily concerned with physiological need/

capacity states and schedules of reinforcement.

There are also some kinds of "insight" learnings
involving cognitive restructuring. .These derive
from "similarity" perceptions and are precursers

to the change which takes on special importance

for homo sapiens as they develop through stages
and phases of cognitive {Piaget, 1970), moral
(Kohlberg, 1971c), and self-development. We have

labeled the above, Animal Learning Formula.

Homo sapiens differ fro@ all (or, at least,
. most) other animals in having innate needs/capacities
that allow for awareness of self as subject as
well as object. If cultural intgractions reiqforce
such awareness, individuals learn to differentiate
themselves as an initiatox of action--as an actor
as well as a reactor. (Piaget, 1970) The capacity
such awareness appears unique to homo sapiens.
‘ijlﬂdividuals become "human" to the extent that
)gf; g?ﬁls awareness becomes usable to them in initiating
ways to meet their needs within their culture and
in contributing to the further evolution of that
culture. The next four phases of the dimensions

of self-development concern the increase of thas

awareness and the major changes which it can

undergo. ’ s
’ .
i Phase II. Stereotypic Self. Iif the second Stereotypic
‘ phase, individuals become aware of themselves as Self
\ "subject." The firgt understanding of "who I am"
. \
15
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1s based largely on stereotypes of whaf individ-
uals learn other people are and the subsequent
understandings.of what they hear them saying about
who they are. (Cooley, 1956; Baldwin, 1963) It
occurs through interagtions with parents; ?eers
and others in the individual's space. It involves
modeling and reinforcement in accordance with the
ocial roles and norms of one's culture. (Clausen,
jz969; Cottrell, 1969) Behavior which we call
"play" is an important instance of this development

in American culture. (Exrikson, 1959b; Erikson,

1950)

There are reported instances of individuals
raised as animals who nevér evolved out of the
understandings of Phase I, Animal Self. Beyond
a cegtain age, they seem to havé lost the capacity
for such development. Langer, 1964) The
concept of "being" is a product of cultural

socialization. (Clausen, 1969)

Once experience from Phase II, Stereotypic
Self, has been entered, an added dimension of the
learning p£;éess is initiated. The Animal i
ﬂearning Formula is always applicable to human
beings, under certain conditions, whatewer their
state of self-development. But, the furtner
advanced their self-development, the more often
_an altered formula replaces it. The altered

formula is as follows:
Relevance x Contiguity = Learning

Contiguity and learning retain the same
definitions. Relevance is defined as 2 potential
for effecting change in the self. Th;s, in
‘addition to changes in the physiological need/
capacity state of the homo sapien, factors that

can affect one's soézal-psychological understanding

A
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of who_and qha} one is, become reinforcgrs of the
o human individual's learning. Beyond schedules ’ i
_of reinforcement, we must now be concerned with
motivational factors of desire to please others
(Jung, 1967c), interest in phenomena of the
culture, and understandingrof self as responsible
for beang a-learner (Bateson, 1942). We must be o,
concerned with factors of ambivalence concerning ,
inner versus outer directedness (Cooley, 1956;
Riesman, 1950), shifting needs between growth and
security (Erakson, 1958b), and long- versus short-
‘ range goal awareness (Buhler, 1968). We must be
concerned with factors of ma